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Abstract 
The Alberta government's recently mandated Teacher Growth, Supervision and 
Evaluation Policy has given rise to much discussion of accountability, professional 
development and supervision of teachers. The purpose of this study is twofold: to 
determine teachers' understanding of and commitment to professional development and 
to determine what active role a school administrator can play in the process of teacher 
growth and supervision. This study addresses the following question: In what way does 
more frequent consultation between elementary school teachers and a school 
administrator influence professional growth? Eighteen teachers were surveyed to 
determine their perceptions of and attitudes towards the writing of Professional Growth 
Plans. Four teachers participated in monthly meetings with a school administrator and 
were also interviewed on several occasions. The results clearly indicate that teachers 
prefer to set their own goals for professional growth and development. They also prefer 
to develop their own strategies for accountability and evaluation of their teaching. 
Recommendations for administrators include engaging in frequent process consultation 
with teachers; making time for teachers to meet, discuss, and collaborate on professional 
development; and creating meaningful evaluation methods and tools. 
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Background and Rationale 
Personal 
During one of our Professional Development days at school in spring 1999, we 
had a workshop on Professional Growth and Development Plans. No one had any idea 
what they were or why we were having a workshop on them, but my curiosity was 
piqued. I enjoy professional development activities and welcome the opportunity to shift 
the focus from the classroom to my own learning. When the words" government 
legislation," "mandated," and "next year" came up, I reacted. I could not believe we were 
now required by law to do more work. Were year plans not enough for what we had to 
teach? Now we had even more accountability. 
Sadly, my reaction was typical of most teachers when new mandates are thrust 
upon them. They feel powerless and put upon, and their enthusiasm for learning is 
diminished. I decided I would do these Teacher Growth and Development Plans because 
I was supposed to, but I had no intention of doing much with them. 
In accordance with policy (Alberta Learning 1998), I had my first meeting with 
administration soon after school began in fall 1999, and we talked one-on-one about my 
particular growth and development plans. The conversation focused mainly on how I had 
written my goals and on the fact that I needed to indicate how I would measure or 
evaluate the success or achievement of those goals. I went away and refmed how I would 
measure goal outcomes, then resubmitted my Personal Growth and Development Plans. 
They were subsequently approved and handed back to me, and I tossed them into my 
filing cabinet. 
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Sometime the next spring, we received an email from administration informing us 
that it was time to go over the Teacher Professional Growth Plans. I pulled mine out and 
looked at them for the first time since the previous fall. To my surprise, I realized I had 
actually achieved five of the six goals I had set for myself. I determined to achieve the 
sixth goal the next year. 
When I was again interviewed about my growth plans, I had to admit that I had 
found them to be useful because the plans were my own. I began to realize that this idea 
of accountability was not so threatening, mainly because I had been given the freedom to 
choose the focus for my learning. I had come to appreciate the fact that the responsibility 
I had resented at first had actually empowered me to think as a learner and had led me to 
focus on my own professional development. 
I began to consider this new direction in accountability. The growth plan I had 
written was really a living document that would guide my professional development for 
the year. It was very much like the Individual Program Plans we teachers write each year 
for our students who have been identified as having special learning needs. 
The Individual Program Plan (IPP) is a required individual education plan that 
must be developed and implemented for each child identified as having special learning 
needs. It includes developmentally appropriate goals and objectives to meet the 
individual learning requirements of these students for each school year. The plans are 
referred to three times during the school year, with an annual review at the end of the 
school year, to determine iflearning goals have been met and to provide direction for 
further growth and development. To me, this was a framework already proven successful 
for the ~ting of my Teacher Professional Growth Plans. Thus, the notion of IPPs for 
Big People was born. 
Official 
On February 26, 1998, the Government of Alberta passed Policy 2.1.5, entitled 
Teacher Growth, Supervision and Evaluation (see Appendix A). On or before September 
1, 1999, each school authority and early childhood services program operator was 
required to implement a policy consistent with Policy 2.1.5. 
Under the policy, each teacher is required to develop a Professional Growth Plan 
every year. The policy further states that: 
3. A teacher employed by a school authority or ECS operator: (a) under a 
probationary contract or continuing contract, or (b) under other provisions of the 
School Act is required by the policy of the school authority or ECS operator, 
is responsible for completing during each school year an annual teacher 
professional growth plan that: 
(i) reflects goals and objectives based on an assessment oflearning needs by the 
individual teacher 
(ii) shows a demonstrable relationship to the teaching quality standard, and 
(iii) takes into consideration the education plans of the school, the school 
authority and the Government, or the program statement of an ECS operator; 
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(c) must submit for review or approval at a time specified in the policy that annual 
teacher professional growth plan to: 
(i) the principal, or 
(ii) a group of teachers delegated by the principal, if such delegation is provided 
for in the policy. 
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4. An annual teacher professional growth plan: (a) may be a component of a long-
term, multi-year plan; and (b) may consist of a planned program of supervising a 
student teacher or mentoring a teacher. 
5. At a time specified in the policy, a teacher must provide a completed annual 
teacher professional growth plan to the principal or to the persons referred to in 
procedure 3( c) for review and the person or persons conducting the review, in 
consultation with the teacher, must make a fmding whether the teacher has 
completed an annual teacher professional growth plan that complies with 
procedure 3. 
Also included in the policy is the stipulation that, if a teacher has not completed 
an annual teacher professional growth plan as required, the teacher may be subject to 
disciplinary action. Equally important to the teacher, the policy also states that an 
administrator may not use an annual teacher professional growth plan as part of an 
evaluation process, unless the teacher has given written permission. This situation might 
arise if the teacher is seeking permanent certification, if an administrator is gathering 
information related to a specific employment decision, or if an administrator has concerns 
about the teacher not meeting the teaching quality standard. (Alberta Learning, 1998) 
The role of the administrator, then, is to guide and direct, but not to evaluate 
unless certain situations warrant an evaluation. This policy is a positive move in the effort 
to make the concept of supervision and evaluation less threatening and more meaningful 
to teachers. 
Creating a supportive, collaborative atmosphere in which teachers can pursue 
professional development is incumbent upon leaders and paramount to teacher growth. 
As early as 1950, the U. S. Association For Supervision and Curriculum Development 
recognized the need for reform in teacher evaluation in observing that, "The term 
'evaluation' [should be] used specifically to imply that process by which individuals or 
groups, through active and mutual participation by all persons concerned, are enabled to 
make choices and come to decisions in planning for growth" (Balm, Binda, Denecke, 
Saylor, & Willey, p. 9). 
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Literature Review 
Quite simply, leadership is about helping people to liberate the fullness of their 
talents while they pursue a vision you have helped them understand is a worthy 
and meaningful one. (Sharma, 1998, p. 47) 
Sharma aptly describes the role of leadership in guiding teachers in their 
professional development. Alberta Learning's Teacher Growth, Supervision and 
Evaluation policy (1998) is timely in that it addresses the encouragement and 
deVelopment of professional growth in teachers, as well as providing a framework for 
accountability to the Teaching Quality Standards. Under section (2), Descriptors of 
Knowledge, Skills and Attributes of the Teaching Quality Standard, the policy states the 
following: 
[Teachers understand] the importance of career-long learning. They know how to 
assess their own teaching and how to work with others responsible for supervising 
and evaluating teachers. They know how to use the findings of assessments, 
supervision and evaluations to select, develop and implement their own 
professional development activities. (p. 3) 
Researchers and designers of teacher evaluation systems have long proposed the 
move from an evaluative model of teacher performance to one of supervision of teacher 
growth. McGreal (1983) discussses the fact that problems with evaluation arise not so 
much from the idea of evaluation, but rather from the way in which evaluation is carried 
out. When there is high supervisor-low teacher involvement, the supervisor has to "do 
something to the teacher" (p. v). Visits, reports and fmal evaluations are all determined 
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by the supervisor, leaving the teacher to playa small, passive role in the process. The 
teacher is judged on a preconceived set of criteria rather than through the context of his or 
her teaching. Stufflebeam (1995) explains the problem: 
The topic of evaluation makes many people nervous. Often they don't understand 
what is involved, view the process as highly subjective, secretive, and potentially 
corrupt, and/or see it as only a ritual with little or no value. EVen the most 
rigorously designed and carefully executed evaluation system can engender such 
concerns if the stakeholders are not involved in setting up and periodically 
improving the evaluation system and if they are not kept informed about its 
purpose, structure, operations, findings, impacts and quality. (p. 191) 
Teachers involve students in the process of their learning. Why, then, can teachers not be 
involved in the process of their learning as well? 
McGreal (as cited in Brandt, 1996) summarizes the problem this way: "There's 
got to be a better way to do this. Evaluation of teachers must fit better with what we're 
asking teachers to do with kids. We ought to be treating the adults in the school at least as 
well as we treat the kids" (p. 30). Conley (1987) concurs: "The evaluation process holds 
great potential as a means to push toward improvement of pedagogical skills and 
instruction in our schools. Its potential as a positive, growth-inducing process has long 
been overlooked" (p. 64). Foster (1986) expresses similar concerns: 
The craft of teaching has become susceptible to the Taylorization of instruction, 
the increasing tendency to divorce instructional knowledge from its source in the 
instructor. This deskilling of the profession occurs through the development of 
standardized curricula with little or no relevance for the tapestry of local 
conditions; through mandated competencies that disregard the professional 
knowledge of the teacher; through behaviorally oriented objectives that reduce 
teacher autonomy; and through countless other devices designed to somehow 
scientize the profession. (p. 191) 
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Teacher performance evaluations based on prescribed outcomes do little to 
motivate teachers to develop professionally. If they are not somehow engaged in the 
process of their growth, and perceived as competent by their administrators, teachers will 
see little value in engaging in professional development. Most teachers are responsible 
professionals who, given support and encouragement, will strive to better themselves. 
Administrators playa key role in this process, as Lieberman and Miller (1984) describe: 
When teachers view a principal as critical or punishing, they are less likely to take 
risks and try a new approach. When teachers view a principal as supporting and 
rewarding, they are more able to approach the principal for support in trying 
something new, in securing resources, in gaining permission for special 
understandings. (p. 12) 
The role of the principal, then, is to support and encourage teachers in all aspects of their 
professional lives. Teachers need positive feedback on what they are doing. They need to 
be listened to and encouraged to develop and grow as teachers. Administrators need to 
understand and to model professional development. 
ValIi and Hawley (2002) present a useful series of design principles from their 
research on professional development. They found that professional development is 
more likely to result in substantive and lasting changes in the knowledge, skills, and 
behaviors of educators when it follows the following principles: 
1. The content of professional development focuses on what students are to 
learn. 
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2. Professional development should involve teachers in the identification of what 
they need to learn and, when possible, in the development ofthe learning 
opportunity or process to be used. 
3. Professional development should be primarily school based and integral to 
school operations. 
4. Professional development should provide learning opportunities that relate to 
individual needs but are, for the most part, organized around collaborative 
problem solving. 
5. Professional development should be continuous and ongoing, involving 
follow-up and support for further learning-including support from sources 
external to the school that can provide necessary resources and an outside 
perspective. 
6. Professional development should incorporate evaluation of multiple sources of 
information on (a) outcomes for students, and (b) processes that are involved 
in implementing the lessons learned through professional development. 
7. Professional development should provide opportunities to engage in 
developing a theoretical understanding of the knowledge and skills to be 
learned. 
8. Professional development should be integrated with a comprehensive change 
process that deals with impediments to and facilitators of student learning. 
(pp.87-90) 
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Fullan (1997); Leithwood, Jantzi, and Steinbach (1999); Lieberman and Miller 
(1984); Little (1982); and Newmann (1996) express similar notions about professional 
communication, collaboration, and commitment to learning communities. As Lieberman 
(2002) points out, "The need for continuous professional development of teachers may be 
one of the few things that policymakers, researchers, professional associations, the public 
and school personnel agree on" (p. 74). 
Leithwood, Jantzi & Steinbach (1999) look specifically at the role leaders play in 
successful school restructuring, finding that empowering teachers through individual 
support helps to create and environment of intellectual stimulation. Establishing a climate 
of mutual respect and openness allows a leader to encourage staff members to look at 
established practices and to evaluate their effectiveness from both a personal and a 
collective standpoint. Often people lose sight of the fact that the people in an organization 
are capable of creating change. Having a vested interest in change and believing that they 
matter in the process encourages teachers to commit to move in a new direction. 
Leithwood, Jantzi, and Steinbach's (1999) five-year study of a large school 
district in Ontario provides information on the development of teacher leadership. The 
interview data collected describes teacher leadership as an essential ingredient in 
restructuring schools. In this study, teachers' perceptions of teacher leadership were most 
influenced by the opportunities to work with the leader on projects of significance to the 
school, and also to see the concrete value of this work to the school. Again, creating 
training opportunities, providing support, building a culture of collaboration and 
modeling "best practices" helped to foster among teachers a sense of belonging and a 
commitment to professional growth. 
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Alberta Learning's Alberta Initiative for School Improvement (AlSI) program 
(1999) has helped to foster collaboration among teachers in school settings (see Appendix 
B). Staff members are involved in creating a collaborative project or plan of action to 
improve their professional practice and result in student improvement. The AISI 
initiatives have a positive influence on professional growth plans, since teachers' 
professional growth plan goals are often tied in with the school's AISI goals for the year. 
The AlSI framework (1999) includes statements that support collaboration and 
professional development. Under the Clarifications heading, the document states the 
following: 
It is recognized that school improvement is not a "quick fix" activity, but rather an 
ongoing process that requires collaboration, commitment, and sustained support. 
AISI's requirements of budgeting, reporting and accountability are an attempt to 
promote long-term efficiency and effectiveness, not short-term changes. (p. 5) 
The document further recognizes collaboration as an essential element for school 
improvement, and encourages proposals to "reflect insights from research and literature 
on improvement" (p. ii). Implied here is that teachers will engage in professional growth 
while collaborating on projects for school improvement. 
Leithwood, Jantzi, & Steinbach (1999) identify three categories of practice for 
fostering professional growth: providing individual support of teachers, creating 
intellectual stimulation, and modeling important school values and practices. Feeling 
some kind of connection on a personal level is vital to the development of trust between 
people. Teachers are very wary of being paid lip service with no follow-up. 
Administrators should listen and talk to their teachers individually in a genuine exchange 
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of feelings, ideas and information. As Barth (1991) points out, " A key to improving 
schools from within, then, lies in improving the interactions among teachers and between 
teachers and principals" (p. 28). 
While fostering a climate of sincere collegiality sets the foundation for 
professional growth, it also helps to develop self-esteem in teachers (Hargreaves & 
Fullan, 1992). The administrator's role is important here. Greenleaf (1977) points out 
that, if the administrator is committed to the growth of the staff, then he or she must 
provide the time to create, enact, reflect and share. Time must be arranged within the 
timetable to allow educators to pursue effective professional development related to their 
personal goals. School leaders must recognize when creating their budgets that the 
ongoing improvement of professional practice and promoting maximum growth is 
directly related to available resources. 
Consideration of these factors by the administrator can help to foster an 
atmosphere of trust and collaboration among teachers and administrators. As teachers 
follow the process of developing, carrying out and reflecting on their growth plans, they 
must have personal time with the administrator. Involving the administrator makes the 
document more purposeful for the teacher. In discussing the implementation of a model 
of teacher evaluation in Medicine Hat School District No. 76, Townsend (1987) states 
that leadership was the most vital factor in determining the success or failure of this 
model. 
Haughey, Townsend, O'Reilly, and Ratsoy (1993) also investigated the 
importance of the administrator's role in professional growth and supervision. Their 
study indicated that, when administrators believed teachers were competent and 
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transferred this belief to all interactions with them, teachers indicated that they felt 
supported. They felt in control of their own learning as they developed individual plans 
for their professional growth. A spirit of collaboration developed as teachers worked and 
learned together. From this a learner-,centered culture developed in the school and the 
staff modeled learning for the students. However, it is also interesting to note that in most 
schools, professional development was not school focused, but was largely left to 
individual teachers. Obviously, this study played a role in the deVelopment of the Teacher 
Growth policy and in the AISI initiatives, as both documents specifically focus on 
school-wide collaboration for professional development (see Appendices A, C). 
How can administrators foster professional development among their teachers in 
the school setting? Matlin and Short (1991) discuss the value of study groups for 
teachers: "For teachers, the study group is an opportunity to think through their own 
beliefs, share ideas, challenge current instructional practices, blend theory and practice, 
identify professional and personal needs as well as develop literacy innovations for their 
classroom" (p. 68). 
Just as the students they teach need to gather together to learn in an atmosphere 
that promotes learning, so do teachers. They are enthusiastic, they know they want to 
learn, but sometimes they need direction. Providing them with resources, best practices 
modeling, and time to meet in collaborative groups can do much to foster professional 
development. 
DuFour and Eaker (1998) introduce the notion oflearning communities, taking 
the notions of collaboration and empowerment from theory to practice. Teachers in 
schools that function as professionalleaming communities share these characteristics: 
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"[They are] guided by a clear, commonly held, shared purpose for student learning; feel a 
sense of collective responsibility for student learning; and collaborate with one another to 
promote student learning" (p. 74). 
If teachers feel supported in their efforts and are given the opportunity to meet 
and plan during the school day, the empowerment they experience in being a part of 
building school community can be phenomenal. Taylor (2002) discusses the results of a 
case study on supporting schools as professional learning communities: 
While focusing on instruction and assessment of student learning, it also became 
important to reflect on our own leadership efforts to assure that they were aligned 
with our beliefs about s'chool improvement. Our continuing challenge is to assure 
that the culture of collaborative decision-making, school improvement, results-
orientation and professional conversation at all levels has the opportunity to 
continue. The beliefs and practices that make up our culture must be lived and 
talked about if they are to be sustained and improved upon by the leaders who 
will follow us. (p. 172) 
As the research indicates, accountability, professional development, and 
leadership are undergoing a necessary and profound change (Burger, Aitken, Brandon, 
Klinck, McKinnon, & Mutch, 2001; Fullan & Hargreaves, 1996; Leithwood, Jantzi, & 
Steinbach 1999; Lieberman, 1995; Little, Gerritz, Stem, Guthrie, Kirst, & Marsh, 1987; 
McGrath, 1997; McGreal, 1983; Newmann 1996; Townsend, 1987). The common themes 
that emerge are the need for meaningful communication, collaboration, shared goals and 
vision, and support on the part of leaders. Implied is a change in attitude and practice for 
the teacher through involvement and personal reflection. As Leithwood (2002) states, 
"Change is to be considered an ordinary activity rather than an extraordinary event" (p. 
97). Appendix C lists a selection of additional resources on the topic ofteacher 
professional development. 
In 1997, McGrath (1997) asked the following question: 
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What if we redefined accountability as an opportunity to learn from the natural 
outcome of shared vision, values and commitment to the group's goals, 
considering the group to be an integrated, whole, dynamic organism? What if we 
deeply grounded our behaviors in principles and ethics that enhanced relatedness 
while calling for growth and excellence? Could excellence in education become a 
reality for all? (p. 286) 
I believe it can. 
Methodology 
Acknowledging that people construct reality implies that there are actually many 
possible 'realities' and that we negotiate these on an ongoing basis. As PalYs (1997) 
explains, "Understanding ... involves being able to explain unique behavior in context, 
after investigating the ways in which reality is constructed and negotiated" (pp. 35-36). 
Social science research methods were used in conducting the research for this 
project. I employed both qualitative and quantitative research methods. Anderson (1997) 
argues that "Qualitative data often supplement quantitative fmdings by exposing 
information that might otherwis,e remain a mystery" (p. 182). I employed both types of 
research in order to broaden the usefulness of the results. 
Qualitative data collection was chosen for the project for various reasons. Glesne 
and Pesbkin (1992) explain: 
Lived experience emphasizes that experience is not just cognitive, but also 
includes emotions. Interpretive scholars consider that every human situation is 
novel, emergent, and filled with multiple, often conflicting meanings and 
interpretations. The interpretivist attempts to capture the core of these meanings 
and contradictions. (p.19) 
Quantitative data collection was chosen as a means to display and/or analyze 
themes in the fmdings and discussion components of the project in order to give the 
reader a clearer picture of the data collected. 
The methods used for gathering and analyzing data in this study included the 
following: survey, case study, interview, thematic coding, and narrative inquiry. 
16 
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Survey 
A survey was employed to gather information and attitudes on a specific topic. 
The technique used was the Likert scale. According to Anderson (1998), "The Likert 
scale ... will serve most needs and achieve reliable and valid responses. It is an excellent 
means of gathering opinions and attitudes" (p. 174). The Likert scale presents a statement 
rather than asking a question. The respondent is asked to respond to a scale containing 
response points. These can vary from three to seven points. Anderson argues that "A 5-
point scale is the most practical for most common purposes. It is easy to respond to, 
straightforward to analyze, and sufficient for most needs" (p. 174). 
In an effort to determine teachers' understanding of and commitment to the 
Professional Growth Plan process in the fourth year of its existence, a survey was 
designed (see Appendix D) and administered to all teachers in the study school in Fall 
2002. Statements were formulated based on themes presented in the literature on 
professional development and were designed to determine the extent to which teachers 
develop and use their growth plans. Included in the instrument were instructions 
describing how to complete the scale (Anderson, 1998). 
The survey was distributed during the first professional development day of the 
new school year when ail teaching staf:f; including myself, were present. PaIys (1997) 
discusses the advantages of the researcher being present during the survey presentation: 
" If [the] researcher is there, [he, she] can respond to questions and clarify 
ambiguities" (p. 148). Sixteen responses were received, representing 89% ofthe teachers 
in the school. 
Case Study 
Case studies include "the process of learning about and researching the specific 
phenomenon or phenomena under investigation and about the product of that learning 
and research" (Jarvis, 1999, p. 77). Cresswell (1998) adds that in case study research, 
"One works with a smaller unit such as a program, an event, an activity, or individuals" 
(p. 66). Four teachers who volunteered to meet regularly over four months formed the 
study group. 
Interview 
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As the face-to-face interview is an accepted source of primary data gathering for 
qualitative research, I used this technique in my study with the four teachers. I wanted to 
know about teachers' perceptions and interests regarding professional growth plans. I 
wanted to determine their interest in action research and professional development, and 
their level of commitment to professional growth plans (see Appendix E). I felt that the 
in-depth interview was the best method of achieving this. The personal interview allows 
direct communication between both parties. The respondents are able to request 
clarification of questions, and the interviewer is able to encourage feedback or probe for 
certain attitudes or opinions (Neuman, 1997). 
Face-to-face interviews are also advantageous because they allow the interviewer 
to record unexpected answers. In addition, open-ended questions allow the respondent 
more freedom in answering and help reduce interviewer error or bias. By tape-recording 
each interview, I was able to concentrate fully on the conversation with each respondent 
and could later review the interview in detail. Although the interview is a time-
consuming process, it provides valid and reliable data. 
Neuman (1997) discusses interviewer bias as a weakness of in-depth 
interviewing. Obviously, tone of voice, body language, and specific question phrasing 
can influence a respondent's answer. Interviewers must consistently be aware of this 
potential problem. However, if the questions asked are open to the respondent's 
interpretation and the interviewer presents the questions in a controlled manner, there is 
less opportunity for error or bias. 
19 
Interviewers must also be aware of what they are asking teachers to give up when 
participating in interviews. As Palys (1997) states, "Respondents' ... participation is a 
fragile gift of their time that can be withdrawn at any time" (p. 176). All interviewees 
were provided at the beginning of the study with an outline of the interview questions to 
be used (see Appendix E). They also received a letter explaining the purpose of the study 
and were asked to sign a letter of consent to participate in the interviews (see Appendix 
F). The interviews took place in an empty classroom or another vacant room in the school 
in order to ensure adequate privacy. 
Project Goals. Because I was asking teachers to give up their time to meet at 
lunchtime and after school, I felt it was incumbent upon me to demonstrate that this study 
would be worthy of their commitment of time and effort. I explained to them that my 
goals for the project were the following: 
• To establish a professional learning community in which teachers reflect on their 
professional growth plans and pursue professional development. 
• To determine whether such a group might be valuable to teachers to the point that 
they would feel it was worth repeating. 
• To determine whether teachers benefit from collaborating with an administrator 
on professional development. 
I usually brought to the meetings an article to read or a few questions related to 
growth plans or action research. These provided a way of beginning the meeting and a 
focus for discussion. 
Attendance. Although it was decided that the group would meet at least once a 
month, dates for each session were not decided in advance. I asked teachers at the 
beginning of a week if there would be a time during the week when we could get 
together. Sometimes teachers would ask when we were meeting again. In spite of this 
infonnal approach to setting meeting dates, everyone attended every meeting. 
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The same four people who were interviewed at the beginning ofthe project were 
interviewed again after the study group ended. All were provided with an outline of the 
interview questions to be used at the end of the study (see Appendix G). Teachers had the 
option of answering the questions on paper or in an interview setting where I would 
record their answers. Once again, privacy was assured. The interviews were tape-
recorded and transcribed by the interviewer. 
Composition. The group was composed of four teachers, all full-time classroom 
teachers. The participants ranged from 5 years to 33 years ofteaching experience. One 
was a lead teacher for Fine Arts, K -12 in the school division. Another teacher had been 
an administrator, a special education teacher, and a classroom teacher during 33 years of 
teaching. A third teacher in the group was working on a Master of Education degree. The 
fourth teacher in the group had taught all grade levels in an elementary school over a 31-
year teaching career. 
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Participant Observation. Observations recorded during all of the study group 
sessions, together with data from the interviews, allowed for intensive documentation of 
each participant's views. Because 1 was a participant in all of the group meetings, 1 was 
able to use what Yin (1994) describes as "A special mode of observation in which [I was] 
not merely a passive observer. Instead, [I] assumed a variety of roles within a case study 
situation and ... actually participate [ d] in the events being studied" (p. 87). Because of my 
active involvement, the recorded observations allowed me to reflect on the meetings and 
on the significance of each event to the project. 
Thematic Coding of Data 
Information collected from interviews, meetings and participants' questions was 
incorporated into a document separate from the final product, in accordance with Yin's 
(1994, p. 98) suggestions. The document contained all of the raw data and observational 
information. The data were analyzed and coded into themes. As Neuman (1997) points 
out, "Open coding brings themes to the surface from deep inside the data" (p. 422). 
The second level of coding was axial coding. In this second review of the data, 1 
followed Neuman's (1997) process of beginning with the concept groups from the initial 
coding and relating raw data to those themes, since "[ such analysis] stimulates thinking 
about linkages between concepts or themes,and it raises more questions" (p. 423). 
The third component was selective coding, which included a [mal scanning of the data 
around core concepts and ideas in order to ensure thoroughness (Neuman, 1997). The 
results of the coding process are presented in the Findings section. 
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Narrative Inquiry 
Narrative inquiry results in discussion, "A written passage in a qualitative study in 
which authors summarize, in detail, the fmdings from their data analysis" (Creswell, 
2002, p. 274). A review of the results of the study, comparisons to literature found in the 
research, limitations of the study, personal reflections and implications for future 
directions are also presented in the Discussion section. 
Findings 
Part 1. Survey Measuring Teachers' Understanding of and Level of Commitment to 
Professional Growth Plans 
Survey instrument. The survey presented 10 statements designed to measure 
teachers' understanding of and level of commitment to Teacher Professional Growth 
plans. Statements 1 and 3 were designed to determine to what extent teachers refer to the 
growth plan throughout the year. Statements 2 and 5 attempted to determine if teachers 
use their long-range plans or school-based plans, such as AISI goals, to develop their 
growth plans. Statements 4 and 9 were designed to determine if teachers collaborate in 
any way with colleagues when writing their growth plans. Statement 6 asked whether 
teachers include strategies for me.asuring outcomes in their plans. Statements 8 and 10 
addressed the teachers' awareness of the ongoing nature of professional growth plans and 
involvement in reflection and assessment of outcomes. 
Survey results. A total of 16 teachers responded to the survey. Table 1, below, 
details the percentage response rate for each ofthe survey's 10 statements. 
Table 1. Growth Plan Survey Results by Percentage Response 
Statement Never Seldom Sometimes Usually Always 
1. I look at my growth plans after I 
write them each fall. 
2. I use my long range plans to help 
guide my professional growth 
plans. 
6 
19 
23 
75 13 6 
19 43 19 
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Statement Never Seldom Sometimes Usually Always 
3. I refer to or use my plans during 6 6 50 25 13 
the year to check to see if I am 
achieving my goals. 
4. 1 collaborate with a colleague or 19 19 31 31 
colleagues to write my growth 
plans. 
5. 1 coordinate goals for my growth 6 19 43 32 
plans with those outlined in 
school initiatives. 
6. In my plans, 1 write how I will 38 19 43 
measure outcomes for attaining 
goals. 
7. I write new plans every year. 13 87 
8. I write plans that are ongoing and 6 13 50 6 25 
are spread over several years. 
9. I ask an administrator to help me 19 38 43 
with my plans. 
10. I review my plans at the end of 6 19 75 
the year and make comments or 
suggestions for the following 
year. 
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The results indicate that 75% of these teachers do look at their growth plans after 
writing them, and 50% refer to the plans over the course of the year. 
These teachers use both their long-range plans and school initiatives to guide their 
growth plans, with 75% saying that they often or always coordinate plan goals with 
school initiatives. This result indicates that the teachers are aware of school initiatives 
and see linking their professional growth to them as advantageous. 
The statement "I collaborate with a colleague in writing growth plans" elicited a 
broad range of responses. Of the respondents, 38% chose Never or Seldom. Similarly, 
57% of the teachers responded Never or Seldom to the statement "I ask an administrator 
to help me with my plans." Teachers coordinate their growth plan goals with school 
initiatives, but they collaborate very little with peers on plans. 
However, 87% of these teachers indicate that they write new growth plans each 
year, and 75% review their plans at year's end, evaluate, and make suggestions for future 
plans. These results suggest that teachers are developing a fairly strong understanding of 
and use for growth plans. They indicate how they will measure outcomes of goals, and 
they review their plans at the end of the year, making suggestions for further growth. 
Part 2. Individual Interviews Before Study Group 
Of the four teachers interviewed, two were very comfortable with the process. 
Two were initially uneasy, but the first question helped to establish their comfort level 
with the interview process and, as the interview progressed, they became more relaxed 
and supplied more detailed and personal answers to the questions. Several distinct themes 
emerged from the interviews at the beginning of the project. 
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Theme 1. Support for Teacher Growth and Development Plans as teacher 
empowerment. All of the subjects interviewed strongly support Teacher Growth and 
Development Plans. They appreciate the autonomy given them in writing the plans, as 
well as the freedom to choose their own focus for professional development. Some of the 
teachers' comments follow: 
• I like how the growth plans help us to deVelop professionally without 
'policing' by administration. The previous top-down model of evaluation 
made me feel undermined by someone else's agenda. I like that I am allowed 
to focus on what I need for my own growth. I feel less scrutinized and more 
empowered as a teacher. 
• I see the growth plans as coming from a desire to move away from prescribed 
planning and evaluation to a more involved form of professional development. 
I often felt myself doing 'double-duty' when we had to do required 
professional development set by administrators, because I'd do that and then 
I'd do what I wanted to do. 
• There is value in the reflection and interpretation of needs and wants. And 
having a written record of my goals allows me to refer to them during the year 
to see how I'm progressing and what I need to work on. 
Theme 2. Awareness of and desire to engage in professional growth. All of the 
teachers enthusiastically shared their growth plans for the year, although they did not 
have their plans in front of them. They were all well aware of what they were going to 
work on during the year. Because the school's AISI project was focusing on 
Differentiated Instruction, all of the teachers had included a goal related to this. Because 
three of the teachers had students who would write Provincial Achievement Tests at the 
end of the year, another of their goals focused on some aspect of developing students' 
skills. All of the teachers commented that coming up with goals was not a problem. The 
challenge was not to write too many goals and to make the goals they did set for 
themselves manageable and achievable. The following comments relate to this theme: 
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• Often I am so enthusiastic at the beginning of the year that I write too many 
goals that become difficult to achieve as the school year progresses because I 
just get too busy. 
• You know, I think I've been instinctively doing differentiated instruction in 
my classroom over the years, but now I want to consciously develop and 
implement the related strategies in my classroom. 
Theme 3. Value in working collaboratively for professional development. This 
theme evolved in a complicated way. All of the participants stated that they value 
collaboration and enjoy working with colleagues in all aspects of school life. However, 
they stated that they often write their growth plans themselves. Then, after their plans are 
written, they share them with colleagues to determine common goals for the year. All 
stated that one of their goals is always tied in with one of the school's goals for the 
current AlSI project. Some of the comments follow: 
• I love being able to develop and share my passion with others, and also to 
learn from others as they share their passion in the spirit of collaboration. Let's 
face it, all teachers ask themselves "What did I do last year? What am I 
interested in? What do the kids need?" I think we're all essentially on the same 
page. 
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• I would love to develop, [something] like a three-year plan with people at my 
grade level. We could each really get into one aspect and develop it really 
well. Of course we would revisit the plan yearly and update or revise as 
necessary, but it would be great. 
Theme 4. Need/or time for teachers to meet, plan, and learn. All of the 
participants mentioned the time element in many of their responses. They said they 
usually wrote growth plans on their own because they didn't have time to meet with 
colleagues to write plans. Also, having only two school-based professional development 
days a year did not provide enough time for professional development. The following 
comments are related to this theme: 
• Unless time is set aside for dealing with our growth plans, they won't be 
completed or developed as they should be. Time is always an issue when it 
comes to collaboration or planning. We just never get enough of it. 
• Of course, time is always an issue. What I'd like to do and what I can do are 
two different things. But we really do have to find a way to share our ideas 
because there is an incredible amount of talent in this building and collectively 
we can do so much for kids. 
These fmdings from the individual interviews at the beginning of the project 
indicate that Professional Growth Plans are a welcomed change for teachers in terms of 
autonomy. Teachers appreciate and are capable of determining their own professional 
growth. In writing their annual growth plans, teachers tend to include goals related to 
those of school-based projects. Teachers value collaboration highly but engage in it only 
moderately due to time constraints. Teachers enjoy the opportunity to work with their 
colleagues on both individual and school goals. 
Part 3. Study Group 
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At the first meeting, after I had explained about interviewing each of the 
participants separately, the group were eager to learn what we would be working on. I 
informed them that the focus would be on growth plans and professional development but 
that they could bring anything they wanted to the group discussion. 
Three people started to talk at once. They said they were happy to be talking 
about growth plans and really excited about things they wanted to do. After that they 
began to discuss what they wanted to do in terms of professional development for the 
year. Two teachers discovered that they wanted to focus on the same aspect of writing in 
their classrooms, so they agreed to meet and discuss their plans. They felt they could 
collaborate on strategies that would help them to meet their goals. They also discussed 
collaborating on measurement tools to determine if goals were met. This first meeting 
clearly indicated that the teachers were very interested and motivated to engage in 
professional development. 
During subsequent meetings, the teachers' discussion focused on the following 
questions: 
• How can we find a good chunk of time to meet as teachers and really get into 
discussing professional development ideas? 
• How can we evaluate our own growth? 
• What are some classroom management ideas for a difficult class? 
• What can we do for the kids whose home life is really awful? 
30 
• How can we devise strategies for teaching kids to improve their abilities to 
read charts, graphs and maps, in order to improve our PAT scores? 
• How can we de-stress? 
• How can we plan for retirement (two group members are preparing to retire)? 
• How should we write AISI goals and why are they needed when we've already 
written our Growth Plans? 
• How can we get anything done in forty-five minute POD meetings? 
• How can we share strategies for teaching writing? 
Although teachers were encouraged to come to the meetings prepared to talk 
about any aspect of professional development or their growth plans, this proved difficult 
at times. Most of our meetings occurred at the end of the school day when teachers were 
tired and not particularly focused. I felt it was very important just to let them talk and 
learned as much from the digressions as from discussions focused on agenda items. 
Several distinct themes emerged from the study group discussions. 
Theme 1. Need to engage in or to receive feedback. At every session, the teachers 
spent the first few minutes talking to each other about their day and using each other or 
the group as sounding boards for ideas and situations. Whether it comes from peers, their 
own reflection, or from administrators, teachers need feedback. Every session we had 
involved someone throwing out an idea or asking a question and then eagerly awaiting a 
response. The group was very focused when this happened and worked collectively to 
respond, to question further, or to solve a problem. It is important to note that, although I 
participated as a group member, people tended to look to me for feedback first, possibly 
because of my position as a school administrator. When I specifically asked group 
31 
members whether they appreciated feedback from administrators, they responded with a 
definite "Yes." They encouraged not only feedback on their teaching or growth plans, 
but also generally on what they do in the school. 
Theme 2. Enjoyment of professional development. Teachers enthusiastically 
discussed many of the professional development activities in which they were engaged. 
The lead teacher of Fine Arts for her school district shared her excitement at fmding an 
excellent resource for art education for each grade level in an elementary schooL The 
teacher enrolled in the Master of Education program discussed how much she enjoys her 
studies and the spirited discussions that sometimes take place in class. A veteran teacher 
who has taught for 33 years talked excitedly about a new writing method she is learning 
about and discussed how much she is looking forward to implementing it in her 
classroom. Another veteran teacher shared a list of Internet sites he had created for 
teachers to use in their classrooms. At one of the group's meetings, they decided they 
wanted to create a professional portfolio (see Theme 4. Critical Events, below). 
Theme 3. Difficulties with assessment. The teachers' difficulty with assessment, 
as expressed in the study group, was twofold. First, they wrestled with the difficulty of 
providing valid assessment of student work as well as valid assessment of their own 
achievement of certain growth plan goals. The assessment of student work centered 
mainly in the area of composition. Teachers frequently discussed the difficulty of getting 
a pure writing sample from their students. 
Second, teachers said it was sometimes difficult to determine if they had met 
some of their growth plan goals. For example, the teacher who created and supplied the 
Internet list wanted to fmd a way to learn if people found his list useful and were working 
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with it. He said he knew he could design a survey, but it would be difficult to chase down 
people to complete and return it. One teacher quipped that having a personal goal of 
losing weight was very easy because anyone could decide if she was successful or not 
just by looking at her. 
Theme 4. Critical events. At our second meeting, I asked the group how their 
long-range plans were coming. All teachers are required to write long-range plans for the 
courses they will be teaching throughout the year, and our school requires that these plans 
be handed in to administration by the end of October. Professional Growth Plans are due 
by September 15. The teachers said the plans were fIne but asked if I could help them 
with the AISI goals that they had to write (see Appendix I for sample AISI Differentiated 
Instruction Professional DeVelopment Proposal). 
Some explanation is needed here. This year, our school's AISI project focuses on 
differentiated instruction: how better to teach a classroom full of students with varying 
degrees of academic ability. Teachers have found that there are always students in a class 
who do not qualify for extra academic help under the school district's coding procedures 
but who struggle academically nonetheless. The teachers wanted to fmd a way to support 
these children by giving them extra help Of more specific instruction. 
The school came up with its own code for these children and a plan to give them 
the extra help they need. Under the AISI plan, a part-time teacher would be hired to 
create time for classroom teachers to work with students having difficulty, while the rest 
of the class was taught by another teacher. In this way, students get extra help from the 
teacher with whom they spend their school day, the teacher who is best able to assess 
their academic needs. The rest of the AISI funds would be used to buy substitute teacher 
time, allowing each teacher five mornings and five afternoons in which to learn more 
about differentiated instruction and to work on strategies to improve student learning. 
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Administration wanted to know what teachers were going to work on during their 
professional development time and when they would use this time. At a staff meeting, 
administration shared a template designed for writing down AISI goals (see Appendix H) 
so that teachers could collaborate at a grade level and perhaps meet to develop resources. 
They asked teachers to write and submit a plan for use of their AISI time. Plans could be 
written by a group or individually. These were the plans that my teacher group asked me 
to help with. 
We set up an after-school meeting. I brought a copy of my AISI plan and goals to 
show my group. One member of the group asked me why we had to do these things. I 
answered that, when given time to work on professional development, teachers often get 
so busy that they forget to take the time to book a substitute teacher for the day. Writing 
down what will be done, and when, can help the teacher to focus on what needs to be 
done and provides a record of accountability as well. I said that I would help the teacher 
to write everything down in half an hour. He liked that idea. 
We continued the meeting. I asked what the teachers wanted to do in terms of 
differentiated instruction and if they wanted to collaborate or to work on their own. Most 
wanted a combination of some time to work alone and some time to collaborate with 
colleagues. Within the promised half-hour, everyone had written their AISI goals and 
decided when they would take the time to work on them. I made sure that they thought 
about evaluation tools to show how goals were achieved and that they allowed 
themselves time near year's end to study their results. 
At the next month's meeting, I brought treats to the group to celebrate their 
success in writing their AISI goals, growth plans, and long-range plans. The group 
thanked me for encouraging and helping them with their goals. 
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The discussion then centered around how useful making the AISI plan and goals 
was and how much the teachers appreciated being able to choose their own goals. They 
saw the value in growth plans. I asked if there was something else they'd like to discuss 
related to professional development. One teacher asked if I had done a professional 
portfolio. I said that I had and that the experience had been very enjoyable. Another said 
she had done a portfolio some years before but that it needed updating. The group then 
decided that they'd like a portfolio session. They wanted to see the other teacher's and my 
portfolio and to know how to start one. We agreed to meet for a 'portfolio' evening at my 
home. 
One teacher wasn't enthusiastic about this idea, saying he really hadn't saved 
much material over the years and couldn't see himself doing a portfolio a couple of years 
before he retired. I responded that he certainly wasn't bound to do one, but I was certain 
he would have some incredible stories to tell. I suggested he just talk into a tape about 
some ofthe things he's done, and he would be surprised at what he could come up with. 
He said he'd think about it. 
The next day, that teacher gave me a copy of a proposal he and two other teachers 
had written in 1986 for an automated library system in his school. They had visited a 
Calgary school that had an automated library and had come away enthralled with the 
idea. The proposal was very well written, but the Associate Superintendent of schools at 
the time turned it down. I said, "This is professional development at its best. This is what 
rve been talking about. I bet you have all sorts of other stories to tell." He smiled and 
said that he did. We are still working on them. 
Part 4. Individual Interviews After Study Group 
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The four months spent working with the group went by quickly and it was time 
for the fmal interview (see Appendix G for final interview questions). I decided to give 
the teachers the option of answering the questions on paper or in an interview setting 
where I would record their answers. We often had to meet at noon hour or after school, 
when people were somewhat rushed. I wanted the group members to have time to think 
about what we had done and to think about what they wanted to say. Some people like to 
write things down and others are very comfortable talking spontaneously. Everyone 
chose to write the answers to the interview questions. And write they did! 
The following themes emerged from the answers given to the final interview 
questions. 
Theme 1. Changes in attitude. All participants noted a marked change in their 
understanding of Teacher Growth and Development Plans. Some mentioned realizing 
that the plans really were for them and them alone, that they were not written to impress 
administration. One commented in this way: 
• I feel like I have a lot more personal dedication and can see how the plans can 
clearly help me to become a better teacher. It has direct application to my 
daily teaching. 
Two participants stated that they saw the value in checking on the plans frequently 
throughout the year rather than completing them and just forgetting them. One made this 
comment: 
• I like structure, and I have come to realize that the structure of the plans 
makes it easy for me to see what I'm doing and how I'm doing it. 
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The group discussions helped the teachers to realize that writing two or three well 
considered goals and concentrating more fully on them led to less frustration and 
probably to more success. One teacher commented: 
• The way it has changed for me is to reduce the number of goals selected and 
then concentrate more fully on the few. 
Participants also stated that they had a better understanding of accountability. 
Their understanding seemed to shift from the idea of being accountable to someone else 
to a sense of being accountable to themselves, a realization that it really was about doing 
what they said they would do and feeling good about following through. One teacher 
explained: 
• Accountability means that I have the obligation to follow through with my 
growth plan and report on its success. 
Theme 2. The value of collegiality. All participants commented on how beneficial 
the group meetings and discussions were in showing that others were facing the same 
frustrations and successes. They felt supported by the group in their daily endeavours and 
ideas for professional growth. Their comments included the following: 
• It is so good to hear about what others are doing. The sounding board that the 
group provides is invaluable. 
• The easy, open-ended manner in which we met left everybody totally 
comfortable -- and the more open we are, the more we can accomplish. 
• I can't believe the different ideas and plans of action we generate. There has 
to be a way to pool all of our talents towards a focused research or project. 
Oh, I guess that's what AISI is. 
• Collaboration is one of the ways in which I grow professionally. 
Theme 3. Administration's role in growth plans and professional development. 
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Respondents were specifically asked if they felt that administration had a role to play in 
growth plans and professional development. All agreed that administration should playa 
supportive and guiding role in the growth plans. Some of their comments follow: 
• The support role the administrator has is to reinforce that many of the things 
we are doing already fit into many of our growth plans. And in a guidance 
role, the administrator should assist those who become bogged down or lost in 
their planning or implementation. 
• The administrator's role is to guide and encourage, I think, but to also help 
those who are having difficulty. The beauty of growth plans is that they imply 
competence, so they could maybe be rewritten to help someone who's in 
trouble. 
• Yes! Administration'S involvement in a collegial format [such] as we've 
shared gently forces us to be accountable and to stay on schedule, with 
concrete plans for each AISI day. 
Theme 4. Conceptualization of time. Time was a recurring theme in the responses 
provided during the interviews and the study group. All respondents said they would 
welcome more time during the school day to meet and collaborate professionally. Three 
commented that time is always a factor in many aspects of life and that it's almost 
impossible to fmd more time for teachers to meet. Other comments follow: 
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• Really, an effort must be made by the whole school community to find more 
time for professional development, because ultimately it helps kids and that's 
why we're here. 
• We could do creative timetabling, twinning classes for certain activities, and 
school-based activity days as possible ways of creating time for teachers to 
meet during the school day. 
• Our days seem so jam-packed with virtually no time to sincerely collaborate 
and reflect. I think any way to allow time in the day for teachers to meet 
would be so welcome. 
These comments and suggestions about the use of time for professional 
development indicate that professional development has become a priority for these 
teachers. They demonstrate an internalization of the growth process and a change in 
these teachers' attitudes towards professional development. 
Discussion 
The findings of this study support much of the literature on leadership, 
professional growth plans, and professional learning communities, and at the same time 
introduce some new ideas. 
Analysis of the interview data showed that the teachers in the study group firmly 
believed that professional development should involve teachers in identifying what they 
need to learn, how they will learn it, and how they will measure success. This finding 
supports Alberta Learning's Teaching Quality Standard Applicable to the Provision of 
Basic Education in Alberta (1997), specifically section (2) n), which includes the 
following statement: 
[Teachers understand] the importance of career-long learning. They know how to 
assess their own teaching and how to work with others responsible for supervising 
and evaluating teachers. They know how to ... develop and implement their own 
professional development activities. (p. 3) 
Findings from interviews and monthly meetings provide evidence of high levels 
of agreement by the teachers in the study group that professional development should 
include school-based goals that focus on what students need to learn. This result supports 
the main goal of the AfSf Framework (1999): "[The essence of the plan is] to improve 
student learning and performance by fostering initiatives which reflect the unique needs 
and circumstances within school jurisdictions" (p. ii). 
The notion of professional development relating to school-based goals while 
continuing to focus on students' needs is supported by several authors: Barth (1991); 
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Dufour and Eaker (1998); Eaker, DuFour, and Burnette (2002); Leithwood (2002); 
Leithwood, Jantzi, and Steinbach (1995, 1999); Lieberman (1995, 2002); Little (1982). 
Similarly, the respondents in this study indicated a belief that linking professional 
development to school-based goals was beneficial to both themselves and their students. 
Self-esteem is a highly motivating factor for teachers. When given positive 
feedback from both peers and administrators, teachers in this study reported feeling 
worthy and encouraged in their tasks. They valued authentic feedback on their ideas 
about and participation in professional development as well as on their ideas for teaching. 
Research on the role of positive feedback in self-esteem has been reported by Brandt 
(1996); Conley (1987); Fullan, Galluzo, Morris, and Watson (1998); Glickman (2002); 
Hargreaves and Fullan (1992); Haughey, Townsend, O'Reilly, and Ratsoy (1993); 
Lieberman (1995,2002); Lieberman and Miller (1984); Little (1982); Little, Gerritz, 
Stem, Guthrie, Kirst and Marsh (1987); Newmann (1996); Townsend (1987). These 
authors all support the notion that giving teachers individual support and meaningful 
feedback communicates to them the feeling that they matter, and it empowers them to 
engage in their own professional development. 
Through sharing ideas and problems with others, the teachers in this study got a 
better sense of what they wanted to do and were motivated to pursue professional 
deVelopment opportunities. This result supports the findings of Matlin and Short (1991) 
and the design principles for professional development described by Valli and Hawley 
(2002). Valli and Hawley's design principles include this statement: 
Professional development should involve teachers in the identification of what 
they need to learn, and, when possible, in the development of the leaming 
opportunity or process to be used. Professional development should provide 
learning opportunities that relate to individual needs but are, for the most part, 
organized around collaborative problem solving. (pp. 87-90) 
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Teachers in the study saw professional growth plans as living documents for both 
teacher growth and accountability. 'This demonstrates their developing understanding of 
the Teacher Growth, Supervision and Evaluation policy (1998), which states, "Teacher 
professional growth means the career-long learning process whereby a teacher annually 
develops and implements a plan to achieve professional learning objectives or goals that 
are consistent with the teaching quality standard" (p. 2). One teacher in the focus group 
commented in this way: 
Having a say in my own professional development allows me to focus on what I 
feel is needed for my own growth while keeping in mind the school's focus on 
improvement. Making the goals manageable for me, I think, empowers me to see 
how I develop as a teacher from year to year. 
These teachers consistently valued collaboration as an essential element of 
professional development. They reported that group discussion, dialogue, exchange of 
ideas and positive feedback created the most satisfying opportunities for professional 
growth. This fmding supports the conclusions of Dufour and Eaker (1998); Eaker, 
Dufour and Burnette (2002); Fullan (1997); Kruse, Louis and Byrk (1995); Leithwood, 
Jantzi and Steinbach (1999); Lieberman and Miller (1984); Little (1982), Newmann 
(1996); Townsend (1987); Valli and Hawley (2002). 
Although the teachers in the study group lamented the lack of time available for 
professional development, they sought ways of creating more time to meet, discuss, and 
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reflect. This effort demonstrates the development of perspective in terms of professional 
development. For these participants it has become a necessary part of their growth as 
teachers. As Eaker, DuFour, and Burnette (2002) conclude, "Moving the professional 
learning community effort to the 'must do' list is the fIrst step in transforming a school" 
(p.32). In addition, Dufour and Eaker state, "Time for collaboration must be built into the 
school day and year" (p.130). Study participants saw the lack of time as a challenge 
rather than as an insurmountable obstacle. 
The study participants perceived the administrative role as one of support and 
encouragement for all aspects of school life, specifically in cases where a teacher is 
encountering difficulty. They appreciated my taking an active role in the collaborative 
process as well as my guidance in helping them write their professional development 
goals. They commented frequently that my involvement in discussing their plans with 
them, as well as providing feedback and suggestions, seemed to give their work more 
validity. One teacher commented in this way: 
I appreciated the manner in which you worked with us. The easy, open-ended 
manner left everybody totally comfortable, and the more open we are, the more 
we accomplish. Because you showed you were accountable to us, we felt that we 
were listened to and appreciated and that what we were doing mattered. 
The teachers' reaction supports the view that, if teachers see administrators as 
supportive and encouraging, they are more likely to take risks and learn new things. This 
supports much of the research on leadership by Barth (1991); Brandt (1996); Greenleaf 
(1997); Haughey, Townsend, O'Reilly, and Ratsoy (1999); Lieberman and Miller (1984); 
Leithwood, Jantzi, and Steinbach (1999); Stufflebeam (1995); Townsend (1987); Valli 
and Hawley, (2002). In addition, Dufour and Eaker (1998) state the following: 
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There is no reason to believe that simply involving teachers in the decision. 
making process and providing high levels of individual autonomy will improve a 
school. Principals of learning communities certainly do more than delegate, 
empower, and then hope for the best. They provide staff members with relevant 
background information and research findings to help them arrive at informed 
opinions. They ensure that teachers receive the training to master skills that will 
help them more effectively achieve the school's goals. They provide time and 
create structures for staff reflection and discussion. They supply the data, 
information, and feedback that enable teams to make ... improvements to achieve 
their objectives. (pp. 185-186) 
What emerged as a recurring theme in interviews with teachers and in monthly 
meetings was their interest in, enjoyment of, and motivation for professional 
development. These teachers loved to learn. They loved to talk about both what they do 
and the children they teach. These teachers were very supportive of one another. And, for 
the most part, these teachers were unaware that much of what they do is professional 
development. For example, they engaged in action research without even knowing they 
were doing it. 
Often when our group met after school and teachers were sharing their 
experiences and thoughts with one another, they would throw out questions or 
observations to one another. They displayed many of the characteristics of the critical 
friend in action research, as described in the Alberta Teachers' Association'S Action 
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Research Guide for Alberta Teachers (2000). They acted as a trusted friend who asked 
proactive questions, provided another point of view, encouraged and supported reflection, 
and offered suggestions and advice when requested, being careful not to impose personal 
judgement or evaluation. The teachers also generated many questions that could easily be 
developed into an action research plan. Comments or anecdotes always provided the 
catalyst for a question, and sometimes the question became more focused or refined as 
the group continued to discuss the issue or situation. This very closely followed the 
notion described in the Action Research Guide for Alberta Teachers that action research 
is a "series of steps or action, propelled by reflection" (p. 12). 
Study participants appreciated the shift from a top~down model of evaluation to 
one of supervision. They felt the opportunity to work with an administrator to guide their 
growth was more beneficial than having the administrator chart it for them. Alberta 
Learning's Policy 2.1.5, Teacher Growth, Supervision and Evaluation (1998), defines 
supervision as " the on-going process by which a principal carries out duties in respect to 
teachers and teaching required under section 15 of the School Act, and exercises 
educational leadership" (p.2). The move to a more collaborative form of supervision is 
consistent with models and findings presented by researchers such as Brandt (1996); 
Conley (1987); Glickman (2002); Haughey, Townsend, O'Reilly, and Ratsoy (1993); 
Lewis, (1982); Lieberman and Miller (1984); Leithwood, 2002; McGreal, (1983); 
Stufflebeam (1995); Townsend (1987). 
Helm (1997) summarizes a successful evaluation conference as follows: 
The most successful evaluation conference is a dialogue between principal and 
teacher, not a monologue by the principal. That dialogue, in fact, should contain 
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much more teacher talk than principal talk. This conference is a more structured 
component of an ongoing supervisory system that approximates the coaching 
function with regular, immediate, and specific feedback. Both principal and 
teacher must spend time reviewing and reflecting on the previous evaluation 
period in order to maximize the time spent in conferencing. As such, the 
conference can also become an excellent forum for problem solving .... [It] should 
also include significant emphasis on the future and on any areas the teacher or 
principal has identified as new opportunities for professional growth or 
improvement. (p. 265) 
Clearly, this is what happened for most of the teachers and the administrator in this study. 
Limitations of the Study 
The study was conducted over a four-month period Although the teachers clearly 
demonstrated a change in attitude toward their understanding of growth plans and of 
professional development, the duration of the study was not sufficient for them to 
develop new behaviors from new beliefs. Alberta Learning's AISI Framework (1999) 
states the following: 
It is recognized that school improvement is not a "quick fix" activity, but rather an 
ongoing process that requires collaboration, commitment, and sustained support. 
AISI's requirements of budgeting, reporting and accountability are an attempt to 
promote long4enn efficiency and effectiveness, not short-term changes. (p. 5) 
The teachers' ability to meet, discuss and engage in professional development was 
limited by the structure of the school day, by teachers' out of school commitments, and by 
the culture of the school itself. Yet teachers' perceptions and attitudes did change. One 
teacher in the study group made these comments: 
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Collaboration is one of the ways in which I grow professionally. I am thankful for 
having professional growth as part of my government, district, school and 
personal plans. This encourages us all to commit to a better and better educational 
product. I feel fortunate to be able to hear world renowned speakers, participate in 
workshops in areas that I feel a need to grow, as well as being encouraged and 
sometimes pushed to grow. 
This distinct change in perception and attitude by the study participants have very 
positive and powerful implications for the Alberta Initiative for School Improvement, 
school district goals, school-based goals and further refmement of Teacher Professional 
Growth Plans. 
Personal Reflections 
This case study had interesting beginnings. As a new administrator in a new 
school in the fall of 2002, I was full of enthusiasm yet filled with trepidation about my 
study. I wanted to know how teachers felt about their growth plans. I wanted to inspire 
them to set goals for themselves and to put their plans into practice. But what if no one 
was interested in what I was proposing? I didn't know the staff, and they didn't know me. 
No one knew what to expect. This situation added validity to the study, in my opinion. I 
was able to work with people as someone with no prior knowledge of their personalities 
or interests and no preconceived notions of their level of professional development. 
Under the circumstances, I was able to approach the participants in the process with a 
very open mind, and they were in the same position. 
The results of this study confirm that more frequent consultation between 
elementary school teachers and a building administrator can have a positive influence on 
professional growth. But the administrator is only part ofthe influence. It is a 
collaborative group of people sharing the same purpose who influence growth. The 
administrator is the facilitator for the group, but it is the group itself that effects change. 
Leadership is a very important element of growth and change, and so is 
knowledge. When we began our study group, I was the most knowledgeable about 
teacher growth plans. I feel I was successful in guiding teachers to a better understanding 
of the value of growth plans for their professional development. I knew how to encourage 
them to set manageable goals for themselves. I knew how to give them positive feedback 
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on their teaching ideas and on what they do as professionals. They in tum became more 
knowledgeable about growth plans. 
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I now feel that anyone of these teachers could be a leader for professional 
development in some way. This is a very positive outcome. As we consistently wrestle 
with issues of time, professional development, and accountability, the role ofleadership 
becomes increasingly important. Teacher-leaders can play an important role in this 
process. Through collaboration and in the spirit of collegiality, teacher leaders can 
successfully guide professional development. This does not mean that administrators 
should abdicate their role; rather it means that they can encourage, help, and change from 
within. 
Conclusions 
The Teacher Professional Growth Plan is emerging as a valuable document for 
professional growth, accountability and supervision of teachers. Educators cite the 
opportunity to choose their own direction for professional development as the main 
reason for their support of the growth plan. They feel empowered as teachers when they 
are allowed to take ownership of and responsibility for their growth. This is an admirable 
start, but there is work to do. 
Administrators must ensure that all teachers have a solid understanding of the 
function of teacher growth plans. A teacher growth plan is a living document authored by 
the teacher. It includes professional growth goals for the year, timelines for achieving 
those goals, and assessment strategies that will be used to evaluate if goals have been 
met. All educators are experienced in writing individual program plans for their students; 
therefore, they are aware of the framework for this document. It is incumbent upon site-
based and district administrators to develop strategies to provide time, meaningful 
opportunities, and resources in order to encourage and develop professional growth 
among their teaching staff. 
Collaboration is an essential element for effective professional development. 
Collaborative study groups or professional learning communities have proven to be 
successful in creating a supportive, collegial environment in which teachers can exchange 
ideas and engage in meaningful dialogue. 
The concept of accountability is open to several interpretations. Most teachers 
interpret accountability as stating what they will do, carrying out the plan, and evaluating 
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results. There may be some weakness in the follow-up stage, with implications for both 
teachers and administrators. Growth plans are handed in to administrators at the 
beginning of the school year, discussed by an administrator and a teacher shortly after, 
and then discussed again in the spring. This arrangement is not sufficient. The results of 
this study show that frequent consultation between administrators and teachers 
throughout the year keeps the plan at the forefront. Both parties become equally involved 
in plans of action, progress, feedback and evaluation of outcomes. The teacher becomes 
more self-accountable for following through, and the administrator becomes more 
accountable to the teacher for guidance. 
Supervision of teachers has replaced the former top-down model of evaluation. 
Teachers welcome and support this change, but administrators must do a better job of 
embracing it. Teachers want and need feedback. Frequent, meaningful communication is 
necessary between administrators and the teachers whose growth plans and performance 
they are supervising. Mutual guidelines should be established. Casual classroom visits, 
small group discussions and dialogue with individual teachers would do much to give 
administrators a clear picture of what their teachers are doing professionally, where they 
are headed, and how administrators can help them to get there. 
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Appendices 
Appendix A 
Policy 2.1.5. Accountability in Education: Teacher Growth, Supervision and Evaluation 
BACKGROUND 
The Teacher Growth, Supervision and Evaluation Policy aims to ensure that each 
teacher's actions, judgements and decisions are in the best educational interests of 
students and support optimum learning. School authorities, Early Childhood Services 
(ECS) operators, superintendents, principals and teachers are responsible for facilitating 
quality improvement through each teacher's career-long professional growth. 
POLICY 
School authorities, ECS operators, superintendents, principals and teachers must work 
together to achieve the teaching quality standard. All teachers are expected to practice 
consistently in keeping with the standard. 
STATUTE 
School Act: 
s.13 Teachers 
s.15 Principals 
5.17(4) School Council 
s.22(2) Private Schools 
s.24(1 )(2) Early Childhood Services 
5.25(3) Teacher Evaluation 
5.75 Qualifications re supervisory position 
s. 75.1 Certification of Teachers 
s.86 Suspension of teacher 
s.87 Termination of contract 
s.88 Termination by board 
s.89 Termination by teacher 
s.90 Notice of termination 
s.94(4) Superintendents of Schools 
REGULATION 
The Certification of Teachers Regulation, the Practice Review of Teachers Regulation, 
the Private Schools Regulation, and the Teaching Quality Standard (Ministerial Order 
016/97) must be referred to in conjunction with this Policy. See Section 4, Ministerial 
Orders and Directives, and Section 5, School Act Regulations in this Manual. 
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DEFINITIONS In Policy 2.1.5 
(a) "ECS operator" means a board or person approved under section 24 of the School Act 
to provide an early childhood services program; 
(b) "evaluation" means the formal process of gathering and recording information or 
evidence over a period of time and the application of reasoned professional judgement by 
a principal in determining whether one or more aspects of the teaching of a teacher 
exceeds, meets or does not meet the teaching quality standard; 
(c) "notice of remediation" means the written statement issued by a principal to a teacher 
where the principal has determined that a teacher's teaching does not meet the teaching 
quality standard, and such a statement describes: 
(i) the behaviours or practices that do not meet the teaching quality standard and 
the changes required, 
(ii) the remediation strategies the teacher is advised to pursue, and 
(iii) how the determination will be made that the required changes in behaviour or 
practice have taken place, applicable time1ines, and the consequences of not 
achieving the required changes including, but not limited to, termination of a 
teacher's contract of employment; 
(d) "Policy" means this Teacher Growth, Supervision and Evaluation Policy approved by 
the Minister; 
(e) "policy" means the policy implemented bya school authority or ECS operator under 
procedure 1. 
(f) "principal" means 
(i) a principal as defmed in the School Act 
(ii) a superintendent or designee in respect to fulfilling obligations under section 
94 of the School Act or for purposes of making recommendations under the 
Certification of Teachers Regulation, or 
(iii) the teacher of an accredited private school designated or a teacher named by a 
private ECS operator to carry out the duties of a principal in respect to teachers 
and teaching. 
(g) "school authority" means a school board, a 
person or society that operates a charter school or an accredited private school; 
(h) "supervision" means the on-going process by which a principal carries out duties in 
respect to teachers and teaching required under section 15 of the School Act, and 
exercises educational leadership; 
(i) "teacher" means 
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(i) an individual who is required to hold a certificate of qualification as a teacher 
and who is responsible for the provision of instruction or supervision under 
section 13 of the School Act, or 
(ii) an individual whose qualifications are approved by the Minister and is 
employed to teach under section 22(2)(b)(iii) of the School Act 
G) "teacher professional growth" means the career- long learning process whereby a 
teacher annually develops and implements a plan to achieve professional learning 
objectives or goals that are consistent with the teaching quality standard; 
(k) "teaching quality standard" means the authorized standard and descriptors of 
knowledge, skills and attributes and any additional standards or descriptors consistent 
with the Teaching Quality Standard Ministerial Order and the mission of the school 
authority or the program statement of the ECS operator. 
PROCEDURES GENERAL 
1 On or before September 1, 1999, each school authority and ECS operator shall 
implement a policy consistent with this Policy that: 
(a) applies to all teachers unless otherwise stipulated in this Policy, 
(b) provides a review mechanism, 
( c) is consistent with the teaching quality standard, 
(d) is readily available to the public, and 
(e) details when and how often information summarizing implementation of the policy 
will be reported to the public. 
2 The policy referred to in procedure 1 shall be developed and implemented in 
consultation with the teachers of the school authority or ECS operator. 
TEACHER GROWTH 
3 A teacher employed by a school authority or ECS operator: 
(a) under a probationary contract or continuing contract, or 
(b) under other provisions of the School Act if required by the policy of the school 
authority or ECS operator, is responsible for completing during each school year an 
annual teacher professional growth plan that: 
(i) reflects goals and objectives based on an assessment of learning needs by the 
individual teacher. 
(ii) shows a demonstrable relationship to the teaching quality standard, and 
(iii) takes into consideration the education plans of the school, the school 
authority and the Government, or the program statement of an ECS operator; 
(c) must submit for review or approval at a time specified in the policy that annual 
teacher professional growth plan to: 
(i) the principal, or 
(ii) a group of teachers delegated by the principal, if such delegation is provided 
for in the policy. 
4 An annual teacher professional growth plan: 
(a) may be a component of a long-term, multi-year plan; and 
(b) may consist of a planned program of supervising a student teacher or mentoring a 
teacher. 
5 At a time specified in the policy, a teacher must provide a completed annual teacher 
professional growth plan to the principal or to the persons referred to in procedure 3( c) 
for review and the person or persons conducting the review. in consultation with the 
teacher, must make a finding whether the teacher has completed an annual teacher 
professional growth plan that complies with procedure 3. 
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6 If a review under procedure 5 fmds that a teacher has not completed an annual teacher 
professional growth plan as required, the teacher may be subject to disciplinary action as 
defined in the policy. 
7 Unless a teacher agrees, the content of an annual teacher professional growth plan must 
not be part of the evaluation process of a teacher under procedures 9( c) and 10. 
8 Despite procedure 7, a principal may identify behaviours or practices that may require 
an evaluation under procedure 9( c) provided that the information identified is based on a 
source other than the information in the annual teacher professional growth plan of the 
teacher. 
SUPERVISION 
9 A fundamental component of the policy must be ongoing supervision of teachers by the 
principal, including: 
(a) providing support and guidance to teachers; (b) observing and receiving information 
from any source about the quality of teaching a teacher provides to students; and 
(c) identifying the behaviours or practices of a teacher that for any reason may require an 
evaluation. 
EVALUATION 
10 (1) The evaluation of a teacher by a principal may be conducted: 
(a) upon the written request of the teacher; 
(b) for purposes of gathering information related to a specific employment decision; 
(c) for purposes of assessing the growth of the teacher in specific areas of practice, 
(d) when, on the basis of information received through supervision, the principal has 
reason to believe that the teaching of the teacher may not meet the teaching quality 
standard. 
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(2) A recommendation by an authorized individual that a teacher be issued a permanent 
professional teaching certificate 
or be offered employment under a continuing contract must be supported by the findings 
of two or more evaluations of the teacher . 
lIOn initiating an evaluation, the principal must communicate explicitly to the teacher: 
(a) the reasons for and purposes of the evaluation; 
(b) the process, criteria and standards to be used; 
(c) the time lines to be applied; and 
(d) the possible outcomes of the evaluation. 
12 Upon completion of an evaluation, the principal must provide the teacher with a copy 
of the completed evaluation report. 
13 Where, as the result of an evaluation, a principal determines that a change in the 
behaviour or practice of a teacher is required, the principal must provide to the teacher a 
notice of remediation and may stipulate that the remediation strategies stated in that 
notice replace the obligation of the teacher to develop and implement an annual teacher 
professional growth plan. 
OTHER 
14 This Policy does not restrict: 
(a) a principal from taking disciplinary or other action, as appropriate, where the 
principal has reasonable grounds for believing that the actions or practices of a 
teacher endangers the safety of students, constitutes a neglect of duty , a breach of 
trust or a refusal to obey a lawful order of the school authority or ECS operator, or 
(b) a board, a charter school board or a superintendent from taking any action or 
exercising any right or power under the School Act. 
15 Alberta Education shall not inquire into or report upon any disputes arising from the 
dissatisfaction of an individual teacher with the evaluation report of a school authority or 
ECS operator if its policy is consistent with this Policy. 
References 
Please refer to the following for additional information: 
An Integrated Framework to Enhance the Quality of Teaching in Alberta School 
Authority Accountability Policy 2.2.1 
Toward Teacher Growth, A Study of the Impact of Alberta's Teacher Evaluation Policy 
Provincial Three -Year Plan/or Education 
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AppendixB 
Teaching Quality Standard Applicable to the Provision of Basic Education in Alberta 
1. Pursuant to Section 25(1}(t) of the School Act, I approve the following as the Teaching 
Quality Standard which shall apply to teacher certification, professional development, 
supervision and evaluation, and which is supported by descriptors of selected knowledge, 
skills and attributes appropriate to teachers at different stages of their careers: 
1) Teaching Quality Standard 
Quality teaching occurs when the teacher's ongoing analysis of context, and the 
teacher's decisions about which pedagogical knowledge and abilities to apply result in 
optimum learning by students. All teachers are expected to meet the Teaching Quality 
Standard throughout their careers. 
However, teaching practices will vary because each teaching situation is different and 
in constant change. Reasoned judgment must be used to determine whether the 
Teaching Quality Standard is being met in a given context. 
2) Descriptors of Knowledge, Skills and Attributes Related to Interim Certification 
Teachers who hold an Interim Professional Certificate must possess the Knowledge, 
Skills and Attributes Related to Interim Certification (Interim KSAs), and apply them 
appropriately toward student learning. During their first two years of teaching, 
teachers should use the Interim KSAs to guide their teaching, reflect on their practice, 
and direct their professional development in collaboration with their supervisors and 
evaluators. 
As situations warrant, teachers who hold an Interim Professional Certificate are 
expected to demonstrate consistently that they understand: 
a. contextual variables affect teaching and learning. They know how to analyse 
many variables at one time, and how to respond by making reasoned decisions 
about their teaching practice and students' learning; 
b. the structure of the Alberta education system. They know the different roles in the 
syste~ and how responsibilities and accountabilities are determined, 
communicated and enforced, including the expectations held of them under the 
Certification of Teachers Regulation, A.R. 261/90 as amended and their school 
authority's teacher's evaluation policy; 
c. the purposes of the Guide to Education and programs of study gennane to the 
specialization or subject disciplines they are prepared to teach. They know how to 
use these documents to inform and direct their planning, instruction and 
assessment of student progress: 
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d. the subject disciplines they teach. They have completed a structured program of 
studies through which they acquired the knowledge, concepts, methodologies .and 
assumptions in one or more areas of specialization or subject disciplines taught in 
Alberta schools. 
e. all students can learn, albeit at different rates and in different ways. They know 
how (including when and how to engage others) to identify students' different 
learning styles and ways students learn. They understand the need to respond to 
differences by creating multiple paths to learning for individuals and groups of 
students, including students with special learning needs; 
f. the purposes of short, medium and long term range planning. They know how to 
translate curriculum and desired outcomes into reasoned, meaningful and 
incrementally progressive learning opportunities for students. They also 
understand the need to vary their plans to accommodate individuals and groups of 
students; 
g. students' needs for physical, social, cultural and psychological security. They 
know how to engage students in creating effective classroom routines. They know 
how and when to apply a variety of management strategies that are in keeping 
with the situation, and that provide for minimal disruptions to students' learning; 
h. the importance of respecting students' human dignity. They know how to 
establish, with different students, professional relationships that are characterized 
by mutual respect, trust and harmony; 
1. there are many approaches to teaching and learning. They know a broad range of 
instructional strategies appropriate to their area of specialization and the subject 
discipline they teach, and know which strategies are appropriate to help different 
students achieve different outcomes; 
J. the functions of traditional and electronic teachingllearning technologies. They 
know how to use and how to engage students in using these technologies to 
present and deliver content, communicate effectively with others, find and secure 
information, research, word process, manage information, and keep records; 
k. the purposes of student assessment. They know how to assess the range of 
learning objectives by selecting and developing a variety of classroom and large 
scale assessment techniques and instruments. They know how to analyse the 
results of classroom and large scale assessment instruments including provincial 
assessment instruments, and how to use the results for the ultimate benefit of 
students; 
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1. the importance of engaging parents, purposefully and meaningfully, in all aspects 
of teaching and learning. They know how to develop and implement strategies 
that create and enhance partnerships among teachers, parents and students; 
m. student learning is enhanced through the use of home and community resources. 
They know how to identify resources relevant to teaching and learning objectives, 
and how to incorporate these resources into their teaching and students' learning: 
n. the importance of contributing, independently and collegially, to the quality of 
their school. They know the strategies whereby they can, independently and 
collegially, enhance and maintain the quality of their schools to the benefit of 
students, parents, community and colleagues; 
o. the importance of career-long learning. They know how to assess their own 
teaching and how to work with others responsible for supervising and evaluating 
teachers. They know how to use the findings of assessments, supervision and 
evaluations to select, develop and implement their own professional development 
activities; 
p. the importance of guiding their actions with a personal, overall vision of the 
purpose ofteaching. They are able to communicate their vision, including how it 
has changed as a result of new knowledge, understanding and experience; and 
q. they are expected to achieve the Teaching Quality Standard. 
3) Descriptors of .Knowledge, Skills and Attributes Related to Permanent 
Certification 
Teachers who hold a Permanent Professional Certificate must demonstrate, in 
their practice, professional repertoires that are expanded beyond the Interim 
KSAs. 
The following descriptors comprise a repertoire of selected knowledge, skills and 
attributes from which teachers who hold a Permanent Professional Certificate 
should be able to draw, as situations warrant, in order to meet the Teaching 
Quality Standard. Teachers, staffs, supervisors and evaluators should use the 
descriptors to guide professional development, supervision, evaluation and 
remediation strategies in order that teachers can meet the Teaching Quality 
Standard consistently throughout their careers. 
a. Teachers' application of pedagogical knowledge, skills and attributes is based in 
their ongoing analysis of contextual variables. 
Teachers' analysis of contextual variables underlies their reasoned judgments and 
decisions about which specific pedagogical skills and abilities to apply in order 
that students can achieve optimum learning. Selected variables are outlined 
below. 
student variables 
• demographic variables 
• maturation 
• abilities and talents 
• relationships among students 
• subject area of study 
• prior learning 
• socio-economic status 
• cultural background 
• linguistic variables 
• mental/emotional conditions 
• 
regulatory variables 
• Government Organization Act 
• School Act and provincial 
• regulations, policies and Ministerial Orders 
• Child Welfare Act 
• Canadian Charter of Rights and Freedoms 
• school authority policies 
• Guide to Education. 
• programs of study. 
school variables 
• resource availability and allocation 
• teaching assignment 
• class size and composition 
• collegial and administrator support 
• physical plant 
• physical plant 
teacher variables 
• teaching experience 
• learning experiences 
• parental support 
• parental involvement in children's learning 
- socio-economic variables 
- community support for education 
• multiculturalism 
• cultural pluralism 
• inter-agency collaboration 
• provincial, national and global influences 
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b. Teachers understand the legislated, moral and ethical frameworks within which 
they work. 
Teachers function within a policy-based and results oriented education system 
authorized under the School Act and other legislation. 
Teachers also function within policy frameworks established by school 
authorities. This includes policies which require: a commitment to teaching 
practices that meet their school authority's teaching quality standard(s); and that 
teachers engage in ongoing, individualized professional development. 
Teachers recognize they are bound by standards of conduct expected of a caring, 
knowledgeable and reasonable adult who is entrusted with the custody, care or 
education of students or children. Teachers recognize their actions are bound in 
moral, ethical and legal considerations regarding their obligations to students, 
parents, administrators, school authorities, communities and society at large. 
Teachers acknowledge these obligations and act accordingly. 
c. Teachers understand the subject disciplines they teach. 
Teachers understand the knowledge, concepts, methodologies and assumptions 
of the subject disciplines they teach. This includes an understanding of how 
knowledge in each discipline is created and organized, and that subject 
disciplines 
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are more than bodies of static facts and techniques -they are complex and 
evolving. Their understanding extends to relevant technologies, the linkages 
among subject disciplines, and their relevance and importance in everyday life at 
the personal, local, national and intemationallevels. 
Teachers understand that students typically bring preconceptions and 
understandings to a subject. They know strategies and materials that are of 
assistance in furthering students' understanding. 
d. Teachers know there are many approaches to teaching and learning. 
Teachers appreciate individual differences and believe all students can learn, 
albeit at different rates and in different ways. They recognize students' different 
learning styles and the different ways they learn, and accommodate these 
differences in individuals and groups of students including students with special 
learning needs. 
Teachers understand the fluidity ofteaching and learning. They constantly 
monitor the effectiveness and appropriateness of their practices and students' 
activities, and change them as needed. 
e. Teachers engage in a range of planning activities. 
Teachers' plans are founded in their understanding of contextual variables and 
are a record of their decisions on what teaching and learning strategies to apply. 
Plans outline a reasoned and incremental progression toward the attainment of 
desired outcomes, for both teachers and students. Teachers monitor the context, 
their 
instruction, and monitor and assess students' learning on an ongoing basis, and 
modify their plans accordingly. 
Teachers strive to establish candid, open and ongoing lines of communication 
with students, parents, colleagues and other professionals, and incorporate 
information gained into their planning. 
f. Teachers create and maintain environments that are conducive to student 
learning. 
Teachers establish learning environments wherein students feel physically, 
psychologically, socially and culturally secure. They are respectful of students' 
human dignity, and seek to establish a positive professional relationship with 
students that is characterized by mutual respect, trust and harmony. They model 
the beliefs, principles, values, and intellectual characteristics outlined in the 
Guide to Education and programs of study, and guide students to do the same. 
Teachers work, independently and cooperatively, to make their classrooms and 
schools stimulating learning environments. They maintain acceptable levels of 
student conduct, and use discipline strategies that result in a positive 
environment conducive to student learning. They work with students to establish 
classroom 
routines that enhance and increase students' involvement in meaningful learning 
activities. They organize facilities, materials, equipment and space to provide 
students equitable opportunities to learn, and to provide for students' safety. 
Where community members work with students either on-campus or off-campus 
and where students are engaged in school-sponsored off-campus activities, 
teachers strive to ensure these situations also are secure and positive 
environments conducive to students' learning. 
g. Teachers translate curriculum content and objectives into meaningful learning 
activities. 
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Teachers clearly communicate short and long range learning expectations to 
students, and how the expectations are to be achieved and assessed. They engage 
students in meaningful activities that motivate and challenge them to achieve 
those expectations. They integrate current learning with prior learning, and 
provide opportunities for students to relate their learning to the home, 
community and broader environment. 
Teachers apply a broad range and variety of instructional and learning strategies. 
The strategies vary in keeping with contextual variables, subject content, desired 
objectives, and the learning needs of individuals and groups of students. The 
strategie~ are sel~cted .and used to achieve desired outcomes, primarily the 
expectatIons outlined m the Guide to Education, programs of study and other 
approved programs. 
h. Teachers apply a variety of technologies to meet students' learning needs. 
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Teachers use teaching/learning resources such as the chalkboard, texts, 
computers and other auditory, print and visual media, and maintain an awareness 
of emerging technological resources. They keep abreast of advances in 
teaching/learning technologies and how they can be incorporated into instruction 
and learning. As new technologies prove useful and become available in schools, 
teachers develop their own and their students' proficiencies in using the 
technologies purposefully, which may include content presentation, delivery and 
research applications, as well as word processing, information management and 
record keeping. 
Teachers use electronic networks and other telecommunication media to enhance 
their own knowledge and abilities, and to communicate more effectively with 
others. 
1. Teachers gather and use information about students' learning needs and progress. 
Teachers monitor students' actions on an ongoing basis to determine and respond 
to their learning needs. They use a variety of diagnostic methods that include 
observing students' activities, analysing students' learning difficulties and 
strengths, and interpreting the results of assessments and information provided 
by students, their parents, colleagues and other professionals. 
Teachers select and develop a variety of classroom assessment strategies and 
instruments to assess the full range of learning objectives. They differentiate 
between classroom and large-scale instruments such as provincial achievement 
tests, administer both and use the results for the ultimate benefit of students. 
They record, interpret and use the results of their assessments to modify their 
teaching practices and students' learning activities. 
Teachers help students, parents and other educators interpret and understand the 
results of diagnoses and assessments, and the implications for students. They 
also help students develop the ability to diagnose their own learning needs and to 
assess their progress toward learning goals. 
Teachers use their interpretations of diagnoses and assessments as well as 
students' work and results to guide their own professional growth. They assist 
school councils and members of the community to understand the purposes, 
meanings, outcomes and implications of assessments. 
J. Teachers establish and maintain partnerships among school, home and 
community, and within their own schools. 
Teachers engage in activities that contribute to the quality of the school as a 
learning environment. They work with others to develop, coordinate and 
implement programs and activities that characterize effective schools. They also 
work cooperatively with school councils. 
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Teachers strive to involve parents in their children's schooling. Partnerships with 
the home are characterized by the candid sharing of information and ideas to 
influence how teachers and parents, independently and cooperatively, contribute 
to students' learning. 
Teachers seek out and incorporate community resources into their instruction, 
and encourage students to use home and community resources in their learning. 
Teachers make connections between school, home and community in order to 
enhance the relevance and meaning of learning. Home and community resources 
are utilized to make learning meaningful and relevant, and so students can gain 
an increased understanding of the knowledge, skills and attitudes needed to 
participate in and contribute positively to society. 
k. Teachers are career-long learners. 
Teachers engage in ongoing professional development to enhance their: 
understanding of and ability to analyze the context of teaching; ability to make 
reasoned judgments and decisions; and, pedagogical knowledge and abilities. 
They recognize their own professional needs and work with others to meet those 
needs. They share their professional expertise to the benefit of others in their 
schools, communities and profession. 
Teachers guide their actions by their overall visions of the purpose of teaching. 
They actively refine and redefme their visions in light of the ever-changing 
context, new knowledge and understandings, and their experiences. While these 
visions are dynamic and grow in depth and breadth over teachers' careers, the 
visions maintain at their core a commitment to teaching practices through which 
students can achieve optimum learning. 
Approved: May 14, 1997 
71 
Appendix C 
Additional Resources Related to Teacher Professional Development 
Banner, D. K., & Gagne, T. E. (1995). Designing effective organizations: Traditional and 
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Bass. 
Caldwell, B. J., & Hayward, D. (1998), Thefuture of schools: Lessonsfrom the reform of 
public education. London: Falmer. 
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75(10), 753-761. 
Deal, T., & Peterson, K. (1990). The principal's role in shaping school culture. 
Washington, DC: US Department of Education. 
Duke, D. (1987). School leadership and instructional improvement. New York: Random 
House. 
Elmore, R. (1996). Staff development and instructional improvement in Community 
School District #2, New York City. Cambridge, MA: Consortium for Policy 
Research in Education, Harvard University. 
Erickson, L. (1987). Conceptions of school culture. Educational Administration 
Quarterly, 23, 11-24. 
Fuhrman, S. H. (1993). The politics of coherence. In S. H. Fuhrman (Ed.), Designing 
coherent education policy, (pp. 1-34). San Francisco: Jossey-Bass. 
Fullan, M. (1991). The new meaning of educational change. New York: Teachers 
College. 
Fullan, M. (1993). Change/orces. London: Falmer. 
Fullan, M. (1999). Change/orces: The sequel. Philadelphia: Falmer. 
Fullan, M., Watson, N., & Kilcher, A. (1997). Building infrastructures for professional 
development. New York: Rockefeller Foundation. 
Gersick, C. J., & Davis-Sacks, M. L. (1991). Summary: Task forces. In J. R. Hackman 
(Ed.), Groups that work (and those that don't) (pp.146-153). San Francisco: 
Jossey-Bass. 
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Hallinger, P., & Heck, R. (1996). Reassessing the principal's role in school effectiveness: 
A review of empirical research, 1980-1995. Educational Administration 
Quarterly, 32(1),5-44. 
Leithwood, K. (1994). Leadership for school restructuring. Educational Administration 
Quarterly, 30(4),498-518. 
Leithwood, K. (Ed.). (2000). Understanding schools as intelligent systems. Greenwich, 
CT: JAl. 
Leithwood, K., & Jantzi, D. (1990). Transformational leadership: How principals can 
help reform school cultures. School Effectiveness and School Improvement, 1(4), 
249-280. 
Lieberman, A., & McLaughlin, M. W (1992). Networks for educational change: Powerful 
and problematic. Phi Delta Kappan, 73(9),673-677. 
Little, J. W. (1987). Teachers as colleagues. In V. Richardson-Koehler (Ed.), Educators' 
handbook: A research perspective (pp. 491-518). New York: Longman. 
Little, J. W (1990a). The mentor phenomenon and the social organization ofteaching. 
Review o/Research in Education, 16,297-351. 
Little, J. W (1990b). The persistence of privacy: Autonomy and initiative in teachers' 
professional relations. Teachers College Record, 4, 509~536. 
Little, J. W, & McLaughlin, M. W. (Eds.). (1993). Teachers'work: Individuals, 
colleagues, and contexts. New York: Teachers College Press. 
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Loucks-Horsley, S., & Stiegelbauer, S. (1991). Using knowledge of change to guide staff 
development. In A. Lieberman & L. Miller (Eds.), Staff development/or 
education in the 90's: New demands, new realities, new perspectives. (pp. 2-18). 
New York: Teachers College. 
MacKenzie, S. B., Moorman, R. H., & Fetter, R. (1990). Transformational leaders' 
behaviors and their effects on followers' trust in leader, satisfaction, and 
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implementation and situated practice. In A. Lieberman (Ed.), The international 
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Kluwer. 
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Thousand Oaks, CA: Corwin. 
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AppendixD 
Survey for Growth and Development Plans 
Instructions: Please put a check in the one box that best answers each question. 
l1l 
II) 
s .5 l1l I-< d) ~ II) 0 5 :> '"t:I e ~ II) 
-
¢:: II) 0 
-
, 
z 00 00 0 < 
, 1. I look at my growth plans after I write 
I 
them each fall. , 
2. I use my long range plans to help guide 
my professional growth plans. 
3. I refer to or use my plans during the year 
: I 
to check to see if I am achieving my 
4. I collaborate with a colleague or 
colleagues to write my growth plans. I 
s. I coordinate goals for my growth plans 
, 
, 
with those outlined in school initiatives. 
,I 
6. In my plans, I write how I will measure 
outcomes for attaining goals. 
7. I write new plans every year. 
8. I write plans that are ongoing and are 
:1 
spread over several years. 
If 9. I ask an administrator to help me with 
my plans. 
10. I review my plans at the end of the year 
and make comments or suggestions for 
J the following year. 
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Appendix E 
Pre-Project Interview Questions 
Interview Questions Theoretical Issue Relevance 
1. Tell me about your Establish comfort level 
responsibilities in this 
school district. 
2. Tell me what you know Awareness of purpose Determine perception 
about teacher professional 
of plans of growth plans 
growth plans. 
3. How do you prepare your Awareness of process Determine interest in 
plans? 
of growth plans growth plan 
4. Do you prefer to Awareness of Determine interest in 
collaborate with colleagues 
collaboration action research 
in writing plans, or do you i 
, 
i 
prefer to work alone? 
5. What are some of the goals Awareness of Determine 
you've set for yourself in 
commitment to plans internalization of 
your growth plans? 
process 
6. Is there anything you'd Determine level of 
like to add? commitment 
Dear 
AppendixF 
Introductory Letter and Consent Form 
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I am conducting an interview with teachers in an elementary school setting about 
their understanding of Teacher Professional Growth Plans. The purpose of this interview 
is to determine your knowledge of the Growth Plans and to determine your level of 
interest and support for the Plans. 
You are being asked to participate in an interview. Your participation is 
voluntary, and you may stop the interview at any time. Please note that all information 
will be handled in a confidential and professional manner. When responses are released, 
they will be reported in summary form only. Further, all names, locations, and any other 
identifying information will NOT be included in any discussion of the results. 
I would very much appreciate your participation in the interview. If you have any 
questions, please contact me at 328-2157/327-3653. Also feel free to contact the 
supervisor of my study, David Townsend, and/or the chair of the Faculty of Education 
Human Subject Research Committee, if you wish additional information. 
Sincerely, 
Brenda Stendebach 
CONSENT FORM 
I have read the letter of consent and agree to be interviewed. 
Galbraith Elementary School 
Name: Signature: __________ _ 
Date 
Appendix G 
Post-Project Interview Questions 
1. Have our group meetings and discussions been beneficial to you and if so, how? 
2. Has your understanding of Teacher Growth and Development Plans changed in any 
way? 
3. Do you feel administration has a role to play in Teacher Growth and Development 
Plans and professional development? 
4. What does accountability mean to you in terms of professional development? 
5. Would you welcome more time during the school day to meet and collaborate? 
6. Is there anything you'd like to add? 
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Thank: you so much for your willingness to participate in the group and the time you have 
given to the meetings. You have taught me so much. I hope something positive has come 
out of this for you as well. 
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AppendixH 
Framew.ork f.or the Alberta Initiative f.or Sch.o.oI Impr.ovement (AISI) 
Executive Summary 
AISI is an extensi.on .of Alberta's acc.ountability framew.ork that has been in place since 
the early 1990s. Since N.ovember 1996, sch.o.oI b.oards have been required t.o rep.ort t.o 
their publics h.oW well their students are perf.orming .on the provincial assessments and a 
variety .of .other measures .outlined in their three-year educati.on plans. AISI pr.ovides 
funding t.o sch.o.oI jurisdicti.ons f.or specific I.ocal initiatives and research t.o improve 
student learning and perf.ormance that is in additi.on t.o the basic sch.o.oI grants. 
AISI funding is $38M in the 2000/2001 fiscal year and $66M in the 2001/2002 fiscal 
year, which translates into $66M f.or each .of the 2000/2001 and 200112002 sch.o.oI years. 
Sch.o.oljurisdicti.ons will receive AISI pr.ogram details in late December 1999 f.or 
implementati.on in the 2000/2001 sch.o.oI year, with pr.oP.osals being submitted by sch.o.oI 
jurisdicti.ons c.ommencing in March 2000. The essence .of the plan f.oll.ows. 
Goal 
T.o impr.ove student learning and perf.ormance by f.ostering initiatives which reflect the 
unique needs and circumstances within sch.o.oI jurisdicti.ons. 
Principles 
1) Funding will fl.oW to school jurisdicti.ons and charter sch.ools based UP.on 
approved pr.oP.osals f.or improving student learning and performance. 
2) Pr.oP.osals can be multi-year (maximum .of 3 years) but must have interim (at 
least annual) pr.ogress measurement targets. Continued funding depends upon 
evidence .of success. 
3) Funding consisting of an equal amount per registered FTE (Full Time 
Equivalent) student will be based upon the previous year's September 30th 
count. 
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4) The jurisdiction proposal needs to be linked to and become part of the current 
three-year planning and reporting process for purposes of the school 
jurisdiction's annual plamling, reporting and accountability processes. 
5) There will be an appropriate balance of local and provincial measures of 
performance that includes approved quantitative and/or qualitative measures. 
6) Project results will be shared with Alberta school jurisdictions and others 
while Alberta Learning will act as the "clearinghouse" on behalf of all 
partners. 
Key Considerations 
I) Given that collaboration is an essential element for school improvement, 
proposals should reflect support of those who will implement the projects and 
include meaningful involvement of the school community. 
2) Proposals should reflect insights from research and literature on improvement. 
3) Each project proposal must include a budget. The sum of the school 
jurisdiction's projects cannot exceed the total school jurisdiction funding 
entitlement. 
4) School jurisdictions may phase out projects and submit new proposals with 
provincial approval. 
5) Funding shall not be paid as bonuses. 
6) With reference to "measures", the appropriate balance is 60% locally 
determined and 40% provincially determined. 
Clarifications 
1) School Community. In addition to students, staff and families, school 
community includes school councils and agencies providing school services 
that affect the ability of children to be successful learners. 
2) Nature of School Improvement. It is recognized that school improvement is 
not a "quick fix" activity, but rather an ongoing process that requires 
collaboration, commitment, and sustained support. AISI's requirements of 
budgeting, reporting and accountability are an attempt to promote long-term 
efficiency and effectiveness, not short-term changes. 
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3) Funding. Boards need a high degree of autonomy and flexibility in allocating 
resources in order to foster school improvement which meets local needs, 
subject to the following considerations: 
(a) funding will not be paid as staff bonuses, 
(b) per-capita allocations to schools are discouraged, 
(c) administrative costs are legitimate, and 
(d) professional development costs are appropriate. 
4) Professional Development/Staff Training. School jurisdictions should 
recognize the importance of professional development in the school 
improvement process. 
5) School Improvement Research and Literature. The requirement to reflect 
research insights is not meant to discourage innovation but rather to ensure 
that there is a strong possibility for success. 
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6) Jurisdiction and School Improvement There is an apparent tension between 
the need for "bottom-up" and "top- down" processes including consultation 
and commitment, and the need for overall jurisdiction planning and decisions 
on priorities. But these are not necessarily contradictory. In order to be 
successful, projects must be based on support at the school and community 
level. At the same time, the school jurisdiction must make the final decision 
about the overall direction and allocation of resources, in light of the situation 
and needs which prevail in its school system. 
December 1999. 
Appendix I 
AISI Differentiated Instruction Professional Development Proposal Form 
AISI DIFFERENTIATED INSTRUCTION 
PROFESSIONAL DEVELOPMENT PROPOSAL 
NAME: _______ _ 
SCHOOL YEAR: _____ _ 
PROFESSiONAl DEVELOPMENT FOCUS 
1. IPP Development 
2. 
3. 
4. 
5. 
6. 
7. 
B. 
9. 
COUEAGUE~ENTORS 
GOAL 
TIMELINES 
1. Div '\I Oct. s'" and Div I 0cI. 15th 
2. 
3. 
4. 
5. 
6. 
7. 
B. 
9. 
INDICATORS & MEASURES OF 
ACHIEVEMENT 
GATES 
SURVEYS 
OTIiER 
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